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The Danish Folk High School
and its Presence in the U.S.:
The Failure of the Danish-American Folk High
Schools vs. the Success of Highlander Folk
School
by
Zizanie Bodene-Yost
The folk high schools remain an important part of Danish culture over
one hundred and fifty years after their birth. Although Denmark, and
the world, is very different now than it was in the nineteenth century,
this unique form of education is still an effective model. On the one
hand, it would be a mistake to suppose that the folk high school cannot
be relevant outside of the culture in which it originated. However, it
would be equally wrong to suppose that the folk high school has not
changed or evolved over time, or that it can be transplanted to a new
environment in exactly the same form as it takes in Denmark. Even
within Denmark, the folk high schools are very diverse, and many
have diverged considerably - in curriculum, structure, student body
demographics, etc - from the original form.
The case of folk high schools in the United States illustrates both
sides to this question of the potential for folk high schools outside
of Denmark. The earliest and most obvious examples are the schools
founded by Danish immigrants, all but one (Danebod in Minnesota)
of which did not survive past the 1930's. Their failure has sometimes
been interpreted as proof that the Grundtvigian model cannot be
transplanted. However, as will be discussed later, Mortensen and
others argue that their failure was not directly caused by the conditions
of their new environment, but was rather a result of their inflexibility
and failure to adjust to this new environment.
On the other side, that of greater success, are the schools
established by "non Danes" as Mortensen put it, which nonetheless
were inspired by the Danish or Grundtvigian model. The most
significant of these endeavors is the Highlander Folk School. Myles
Horton founded the school shortly after his return from a visit (lasting
nearly a year) to Denmark. While Highlander incorporated certain
important characteristics of the Danish folk school, the content or focus
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was always oriented toward the immediate needs of the community
it served (which, needless to say, were vastly different from those in
Denmark).
The school was very much involved in the labor movement of
the 1930s, the civil rights movement, and then in the 1970s and '80s
working with the poor, rural populations of surrounding Appalachia.
Of these three movements, the second is the most outstanding. While
Highlander's efforts during the labor movement eventually reached
across the South, the results cannot be said to have had as dramatic
an impact on social conditions as did the Citizenship Schools. To aid
workers in exercising their rights is admirable, but to create a program
by which a marginalized population could gain access to rights
previously denied them is remarkable. The role of Highlander in the
civil rights movement is often overlooked, but upon closer inspection
it is quite significant.
The general consensus seems to be that while there were certain
factors specific to Denmark at that time, which contributed heavily
to the formation of the folk schools and cooperatives, this does not
discount the importance of the similarities (chiefly the struggles of
poor rural farming communities) and the value to be found in the
folk school model. Rather, following Mortensen, there is a need for
appropriate adaptation to the new environment, but the folk high
school - its basic principles and structure - can serve as an effective
model.

***
While the folk high school owes its existence primarily to the
personal genius of Grundtvig, there are several factors in Danish
history that created fertile ground for its establishment and success.
One might trace the intricate peculiarities of the Danish nation as far
as antiquity (Manniche 1969, 20-32), but such an exhaustive approach
is not necessary to gain an understanding of the forces behind the
origins of the folk high school movement. For this purpose, the critical
period begins with the end of the Napoleonic Wars. Having sided with
Napoleon, Denmark suffered greatly from the French defeat: with
the loss of Norway to Sweden, the Danish territories were severely
diminished; the British navy decimated the Danish fleet and inflicted
serious damage on the city of Copenhagen; the country went bankrupt;
yet for Grundtvig "even more disastrous was the concomitant crisis of
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the spirit which left its people in a state of stupor and hopelessness."
(Mortensen 1977, 10)
The small size of the country, economic crisis, the prevalence
of small to medium-sized farms, and external pressures of the
foreign market all contributed to shaping an environment in which
co-operation was the tactic most beneficial to individual farmers.
(Manniche 1969, 59-84) In this context the folk high school becomes
significant. The success of the co-operatives was "largely due to
the influence of the folk high school, which not only supplied the
pioneers of the movement but educated the whole peasantry to an
understanding of their problem and a trustful appreciation of their
leaders." (Manniche 1969, 81-82)
Yet another major challenge arose for the farmers in the 1880s,
when the United States, Argentina, and Russia gained control of the
international grain market. The Danish farmers, who previously had
achieved economic success exporting grain, now were forced to switch
to production of butter, bacon, and eggs. Due to the influences of the
co-operatives and the folk high schools, by now securely established,
the farmers were well prepared for the "vigorous activity" required to
make the necessary changes. (Manniche 1969, 59-60)
It has been argued that the developments in the farmers' cooperatives would not have been possible without the reforms (in
support of peasant farmers) initiated by certain "high-minded
noblemen" beginning in the latter half of the eighteenth century.
(Manniche 1969, 32) As reforms of this particular nature were not
found elsewhere, this argument suggests that the Danish situation was
too unique to be compared to conditions in other countries at other
times, and that this uniqueness prevents the folk high school from
being relevant outside of Denmark. However, when one considers the
diverse forms the folk high school has assumed within Denmark (that
is, without losing its basic principles), there is little reason to suppose
that this flexibility would not transfer to contexts outside of Denmark.
Furthermore, there are sufficient commonalities, parallels that may be
drawn to certain other situations, to support the potential usefulness
of the folk high school. The depression in the United States in the
1930s presents a useful example. Despite the cultural or historical
differences, the farmers and other working class people suffered from
the same lack as the Danes of the 1830s: the need for education and
internal leadership. The depression had hit the people of Appalachia
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before the stock market crashed. The people - already living in poverty
- now faced starvation. Furthermore, the uneducated workers were
routinely exploited by their employers. Thus, just as the folk schools
educated the farmers in nineteenth century Denmark, helping them
to form co-operatives and organize their own leadership, so could
the folk high school help to educate and organize the lower-class,
"common man" of Depression-era America.
The folk high schools in Denmark (and throughout Scandinavia)
have long since ceased to serve a primarily rural, impoverished, farmer
class of students. Many schools now (and since the early twentieth
century) function in an urban setting, with well-educated students. In
addition, the schools are often supplementary to university education,
in contrast to their original purpose as an alternative to the university.
In other countries the folk high school has expanded to address
the needs of the urban poor and minority populations. However, most
importantly, the folk high school model continues to be used effectively
in rural agricultural settings. For developing countries in particular,
the original form and historical basis for the folk high schools is more
relevant today than its current manifestations in Denmark.

***
Now that the historical context of the folk high schools has been
established, it is necessary to discuss their "father," as Grundtvig is
so often called. Although Grundtvig never created his own school, it
is nonetheless his ideas that inspired the first folk high schools, and
which throughout their existence have continued to form the basis
for these schools' philosophies. An understanding of Grundtvig is
absolutely essential to an understanding of the Danish folk high school.
It is also necessary to examine Grundtvig's personal background, his
experiences as they are specific to the time in which he lived. His
ideas, broad and varied as they are, can be difficult to understand,
and are easily misinterpreted. Thus it is helpful to understand how
Grundtvig was influenced by historical events.
It has been argued that Grundtvig is not more widely known
outside of Denmark due to the fact that, in Poul Georg Lindhardt's
words, "His works are difficult to understand, and even more difficult
to translate." (Fain 1980, 52) In numerous English-language works on
Grundtvig and the folk high schools, there is an effort to translate the
meaning of certain phrases, which have found varying expressions in
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English. Take for example, the words "folkelig" and "oplysning." The
former, meaning something like 'of the people,' has a connotation that
is not entirely clear out of context, and has been mis-translated, if you
will, as "popular." The confusion surrounding the latter comes from
Grundtvig's usage of the word in two senses, both "enlightenment"
and "education." (Bugge 1983, 216) The interpretation of these two
words becomes important in understanding Grundtvig's idea of
"folkelig oplysning." As Mortensen states, it is "a mistake to think of
folkelig enlightenment as popular education, a term nowhere found
in Grundtvig's writings." (Mortensen 1977, 19) The idea, central to the
folk high schools, was a form of education "which would 'promote,
encourage, and develop the inherent, historic, and cultural values of
the people."' (Mortensen 1977, 20)
This idea of the 'folk' leads to another issue of misunderstanding,
which can in part be explained by the historical circumstances. First of
all, Grundtvig was influenced by National Romanticism, which was
an important movement in Scandinavia at the time he lived and wrote.
Following the spirit of this movement, the national culture and history
found a central position in Grundtvig's ideas. Grundtvig's emphasis
on the Danish character, his "boundless love toward his homeland,
its history and its language," has been misinterpreted as nationalistic.
(Mortensen 1977, 19) However, according to Henningsen, Grundtvig
was a "universalist." (Henningsen 1993, 289) More specifically, he
believed in the importance of a people's culture and history, but this
did not mean he was antagonistic to other cultures, rather "just as
he treasured his own culture, he was more than willing to let others
enjoy and treasure theirs." (Mortensen 1977, 19) This is significant,
since it may be concluded that the (mis)understanding of his ideas as
nationalistic are partially responsible for the assumption that the folk
high school can only function within Denmark. The clarification of
Grundtvig's ideas as more universal implies that the folk high school
can indeed apply to other cultures besides his own.
As it is difficult to understand Grundtvig's writings, it is also
difficult to deduce a unified 'theory' behind his ideas, as his writings
are vast, not particularly organized, and can also be contradictory.
K.E. Bugge states,
Grundtvig was not a theoretical educationalist in the sense
that he was interested in developing an educational system
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or programme. On the contrary, his educational thinking
was not very systematic at all. The ideas are not put together
in any particular order or developed logically. He refuses
explicitly to present a new educational programme and he
does so with the characteristic explanation that life cannot
be described before it has been lived. (Bugge 1983, 211)
This lack of a rigid system lends a certain flexibility to Grundtvig's
educational ideas. That is, it is not necessary for a school to follow an
exact model or program in order to retain the basic principles of the
folk high school.
There are, however, a few basic points which were central to
Grundtvig's idea of the folk high school, and which have remained
important not only to the later manifestations of the folk high schools
in Denmark, but also to adaptations of the model outside of Denmark.
First, Grundtvig insisted that the appropriate age for schooling was
after 18, as opposed to childhood. Most pupils at folk high schools
were (and are) between the ages of 18 and 25. Another feature of the
folk high school was that it should be residential. From these two
points, it has been said that an "important facet" of the folk school
idea is "residential adult education." (Larson 1980, 192)
K.E. Bugge summarizes very well Grundtvig's ideas behind the
folk high school. A few are particularly worth discussing here. The
first is the idea of 'interaction' or "vekselvirkning." (Bugge 1983, 217)
Folk high school lessons were often based on lectures, the "living
word" (another central idea in Grundtvig's teachings), but there
should also be discussion. The importance of the "living word" and
"interaction" meant that the student should also be involved in the
educational process; there should be conversation between teachers
and students. Bugge goes on to say that this "interaction" should also
be characterized as "free, living and natural," but that the "supreme
importance was attached to the actual function, the actual life as it
unfolds, not what all this might eventually lead to." (Bugge 1983,
218) That is to say that the environment at the school should be 'free,
living, and natural,' and the nature of the education itself was more
important than an external goal, except that it should "serve ' the
common good."' (Bugge 1983, 218)

***
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In order to effectively explain the successful adaptation of the folk
high school by "non-Danes," it is necessary to discuss the failure of
the schools established by Danish immigrants to the United States in
the latter half of the nineteenth century. As in Denmark, the folk high
schools in the United States (that is, those associated with DanishAmericans) were closely linked to the Danish Lutheran Church. The
folk schools were only established after the first ministers - trained at
folk schools in Denmark- emigrated to the U.S. Before 1872 (when the
first Danish Lutheran church was formed), many Danish immigrants
belonged to Norwegian or Swedish congregations. (Larson 1980, 175)
In spite of, and also because of, the pressures to assimilate into
the American culture, there were strong efforts within the Danish
communities to hold on to their culture and native tongue. Mortensen
points out, "It is not without significance, that while Swedish and
Norwegian immigrants founded academic institutions as their first
centers of learning, the Danes established folk schools." (Mortensen
1977, 21) The folk high school held a special place in the Danish
cultural tradition, and thus was a natural choice of institution to help
preserve Danish culture in America.
The first Danish folk high school in the U.S. was established at Elk
Hom Iowa in 1878. It was situated in an area highly populated with
Danes. Even so, the school opened with only nine students, though
it gained seven more later on in its first session. (Mortensen 1977, 23)
The school did attract more students and increase its staff over time,
but the numbers never reached great proportions. As soon as 1880,
frictions arose due to the principal's (Kirkeberg) "uncompromising
nature," and he was forced to resign. (Mortensen 1977, 26) The school
was closed, though for a short time. This seems to be the first instance
in a pattern that can be seen throughout the individual and collective
histories of the Danish-American folk high schools, where the schools
are overly dependent on the personality of their principal.
Elk Horn experienced various changes, alternately decreases and
increases in enrollment, along with quite a few changes in leadership,
until it ceased to exist as a folk school in 1894. (Mortensen 1977, 2834) The second Danish-American folk high school was established
in 1882 at Ashland, Michigan, but only two years later, "the future
looked bleak for the school." (Mortensen 1977, 39) The school's
founder, H.J. Pedersen left in 1888 to establish Danebod folk school in
Tyler, Minnesota. After struggling to stay open, the school at Ashland

80

closed following the death of its principal in 1895. There were later
attempts to revive the school, but not in the original form. Another
school opened at Nysted, Nebraska in 1887. (Mortensen 1977, 58)
The situation at Nysted seriously declined as a result of the Great
Depression, and its "final chapter" began in 1931. (Mortensen 1977,
72) As stated earlier, Danebod in Minnesota was founded in 1888. It is
the longest surviving of the Danish-American folk schools. After 1941,
the buildings at Danebod stood empty until in 1945 Mortensen, pastor
since 1943, "made a motion to restore [the folk school]." (Mortensen
1977, 94) Since then Danebod has been used for various DanishAmerican cultural gatherings or events, but it was never revived as a
folk high school.
Ironically, it seems that in some ways the attempts to maintain
their "Danishness" actually resulted in pushing Danish-Americans to
assimilate. For instance, as the folk high schools continued to insist
on the almost exclusive use of the Danish language, this became more
and more impractical for the students, who required a knowledge
of the English language in order to function in their new American
surroundings.
The failure of the Danish-American folk high schools, according
to Enok Mortensen, "has been interpreted by some people as proof
that an American folk school is visionary, quixotic and unrealistic."
(Mortensen 1977, 131) Yet Mortensen argues that this failure (in
addition to very limited funding) was due to "inflexibility and
nostalgia" and a lack of necessary adaptations. (Mortensen 1977, 125)
Chester Graham criticized these schools for, in focusing so obstinately
on certain traditions, actually working against Grundtvig's philosophy,
"The very principle of Grundtvig that the school should be 'folkelig'
means that the life of the school grows out of the life of the people.
An American folk high school grows out of the life of the American
people."' (Larson 1980, 189)
Perhaps the most successful example of the 'transplantation'
of the Danish folk high school is Highlander Folk School (now
Highlander Research and Education Center) formerly located in
Monteagle, Tennessee. For Myles Horton, founder of the school, a trip
to Denmark became the final step in his long search for an alternative
model of education.
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Myles Horton grew up in Tennessee, where he would later found
Highlander. His parents instilled in him a value for education, but
at the same time a respect for "uneducated" or illiterate people. (M.
Horton 1998, 2, 8) They taught not by lecturing him, or forcing him
to adopt certain beliefs, but rather by example. Regarding education,
they had both been school teachers (although not highly educated
themselves), and even moved to a new town in order that Myles could
attend high school.
Horton first began actively looking for a new type of school after
an experience in Ozone, Tennessee. In 1927, the summer before his
senior year of college, he was working for a vacation Bible school in
the small town. Horton states, "I wanted to deal with some of those
problems that I was becoming aware of, so what I did was to pass
the word that I'd like all the parents and other adults to come to a
meeting." (M. Horton 1998, 22) His methods at this, and subsequent
meetings were to be similar to his later work with Highlander. He
asked the people what they wanted to talk about, what problems
they experienced and would like help with, what questions they
would like answered. What he learned was that, as the leader of these
discussions, "You don't have to know the answers. The answers come
from the people, and when they don't have any answers, then you
have another role, and you find resources ..." (M. Horton 1998, 23)
At the time, Horton thought of this as an experiment, and according
to Adams, "having been in traditional schools all his life, he could
not trust this way of learning. He promised to come back when he
had something to offer." (Adams 1980, 215) From this point onward
Horton searched for a model of a school that could serve the needs of
communities like that in Ozone.
After finishing his studies at Cumberland University, he went on
to study at Union Theological Seminary in New York. Regarding his
new educational interests, Horton states,
I was no longer interested in organized religion ... What I was
interested in was social responsibility, so I started exploring
politics, sociology, many different fields ... I began to read
everything I could find about solving human problems. (M.
Horton 1998, 28)
When he got to "Union" as he calls it, Horton says "it was very
tough, but thanks to one of my professors, Reinhold Niebuhr .. .I got
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along." (M. Horton 1998, 34) Adams states that Niebuhr encouraged
Horton to pursue his "dream" of a school for mountain people.
(Adams 1980, 216) While at Union, Horton wanted to explore all
sorts of new ideas that he encountered, to discover whether they
would be useful when he returned to Tennessee. (M. Horton 1998,
36) He attended religious and political meetings, "workers' education
classes," strikes, rallies, and demonstrations. (M. Horton 1998, 3637) Horton also briefly describes his reading at the time, including
Lenin, Marx, many works influenced by Marx, books on literature
and history, and lastly Dewey, "one of the few people [in the 1920's
and 1930's] who had progressive ideas about education." (M. Horton
1998, 44) This last reference is interesting; considering that Dewey has
sometimes been discussed in relation or comparison to Grundtvig,
this early interest of Horton's seems to indicate a progression towards
the Danish or Grundtvigian schools.
In 1930, Horton's idiosyncratic methods of educating himself (he
attended several institutions without pursuing a degree, but merely to
study whatever he wished - see Glen 1966, 16) led him to the Graduate
School of Sociology in Chicago. Horton went to Chicago with the
intention of studying with Robert Park, who "had the reputation of
being one of the greatest sociologists in the country." (M. Horton 1998,
47) In Chicago, Horton says, "I spent my time ... reading and studying
sociology, and finding out what people were doing to solve social and
economic problems." (M. Horton 1998, 47)
During his time in Chicago, he met Aage M0ller and Enok
Mortensen, both Danish-born Lutheran ministers, who encouraged
Horton to go to Denmark and study the folk high schools. (Glen 1996,
16) Horton describes the events as follows,
I told them about my educational goals and how I was

having trouble finding a model school. They suggested that
what I had in mind was a Danish folk high school. These
schools sounded so interesting that I read every book on
the subject I could find ... [However] I could not understand
how the methods described could ever achieve the results
claimed for these schools.
I decided the only way to find out would be to go to

Denmark. (M. Horton 1998, 50)
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In 1931-32 Horton traveled to Denmark and remained there

for several months. During his stay, he learned Danish and visited
numerous folk high schools. Horton at this time was "convinced that
looking for a school to imitate was the wrong road to travel," but he
was still looking to the Danish folkeh0jskole for some direction in
how to "map out the details of what form a school should take and
how to get started." (M. Horton 1983, 26)
Both John Glen and Aimee Horton, in their books on Highlander,
claim that what Horton found in the Danish folk high schools was
"disappointing." This is too much of an oversimplification, and rather
(unjustly) diminishes the importance of the Grundtvigian model for
Highlander. As evidenced above in Horton's own words, he knew
from the beginning of his trip that he was not seeking a model to copy.
What he needed was inspiration, he "wanted to learn what was of
use," and this he found. (M. Horton 1983, 26)
In The Long Haul, Horton discusses specifically how Grundtvig
and the Danish folk high schools influenced him. It is clear from these
writings that it would be wrong to conclude, as Aimee Horton has,
that Horton was "searching unsuccessfully for an institutional model"
while in Denmark. (A. Horton 1989, 256) Horton describes his own
feelings on this subject, "It was not only his educational ideas, but
Bishop Grundtvig himself, that attracted me. I saw him as a rebel with
prophetic insights; a champion and inspirer of the poor and voiceless."
(M. Horton 1998, 52) He goes on to list specific points he had gathered
from his studies in Denmark that he felt would be "particularly useful
in the future:
Students and teachers living together
Peer learning
Group singing
Freedom from state regulation
Nonvocational education
Freedom from examinations
Social interaction in nonformal setting
A highly motivating purpose
Clarity in what for and what against (M. Horton 1998, 52-53)
As one can see from his notes at the time (the list above comes
from his notes towards the end of his stay in Denmark), he eventually
concluded that there were several important principles central to the
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folkeh0jskole that he intended to incorporate into his own school.
However, he also realized that the exact form the school was to take
would have to arise naturally in response to the needs of its students.
This did not entail a complete abandonment of the Danish model, and
its influence should not be discounted.
After Highlander opened in 1932, its first major program was
in the southern industrial union movement of the 30's and 40's.
In this program, Highlander - previously focused on community
issues - expanded its scope to become a "southwide center for
workers' education." (A. Horton 1989, 77) The situation during and
immediately following the Great Depression, in which the folk school
was used to train leaders for the labor movement, may be compared
to the conditions that gave rise to the folk schools in Denmark.
Certainly these are two very different times with different issues,
but there are nevertheless important similarities. In both cases, the
efforts of the folk schools responded to the need that came out of an
economic crisis. Although the Danish movement addressed the needs
of farmers, and Highlander addressed those of industrial workers,
both constitute the "common man," the less privileged members of
the given society. Lastly, both programs aided these communities in
developing their own leaders and improving their economic status by
co-operative means.
The next major program at Highlander was involved with the
civil rights movement, beginning in the 1950's. It should also be noted
that Myles Horton attempted to combat racism already in his work
for the YMCA during college. He had openly violated the laws that
prohibited blacks and whites from eating and drinking together. He
sums up part of his philosophy when he says "I made up my mind
never to do something wrong just because it was legal." (M. Horton
1998, 16) This may not seem to be critical information, but it gives
further insight into Myles Horton's personality and commitment to
acting on his beliefs. His involvement in the civil rights movement
is then, not an accidental one brought about only by the requests of
participants at Highlander, but a natural extension of his earlier work.
Highlander's involvement in the civil rights movement began
with several workshops addressing the desegregation in public
schools, the first of which was held in 1953. Rosa Parks attended one
of these workshops in 1955, and it was only after she returned to
Montgomery after this workshop that she famously refused to give up
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her seat on the bus. Of her experience at Highlander, Parks said, "That
was the first time in my life I had lived in an atmosphere of complete
equality with the members of the other race." (A. Horton 1989, 162)
The impact of Highlander on Parks, as Aimee Horton points out is not
that it was responsible for her later action, but that it was one of many
"experiences that made her sensitive to racial discrimination and to
the possibility of living in a fully integrated society." (A. Horton 1989,
163)
Horton and his colleagues created the Citizenship School Literacy
Program, which organized classes for African-Americans living in the
South to enable them to pass the voter registration tests. Highlander
initiated the project after Septima Clark brought Esau Jenkins to visit
the school. Both Clark and Jenkins had worked on John's Island, Clark
as a teacher, and Jenkins as a bus driver and businessman. Both had
witnessed the inadequate education provided to the black population
in the Sea Islands; most were illiterate. Jenkins had tried to "get a
group in the bus in the mornings and teach them how to read the
part of the state constitution they would have to read to become
registered voters." (Adams 1980, 226) When Clark brought Jenkins
to Highlander, he asked Horton "if Highlander would set up night
schools for adults." (Adams 1980, 226) Horton agreed, and "went
down to John's Island and was in and out for almost a year trying
to figure out how to help Esau." (M. Horton 1998, 100) The resulting
program was not focused only on literacy, which Horton saw as "only
one step toward their becoming citizens and social activists." (M.
Horton 1998, 100)
In 1957 the first of these schools, led by Bernice Robinson
(Septima Clark's cousin) and Esau Jenkins, were established on the
Sea Islands, South Carolina. An important feature of the Citizenship
School courses was that the teachers were all leaders from the AfricanAmerican community. The program expanded, eventually becoming
the "educational arm of the growing civil rights movement." (M.
Horton 1983, 21) In his discussion of this program (for a seminar
presentation) Horton quotes Martin Luther King, who said at an
anniversary celebration for Highlander, "'You have given the South
some of its most responsible leaders."' (M. Horton 1983, 21)
The Citizenship School program represents a greater divergence
from the original form of the Danish folk high school. Rather than
focusing on economic issues and an appreciation of a shared cultural
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history, the schools worked towards achieving political rights for a
minority population, and the transition from segregationist policies
to the emerging desegregation and integration. This is particularly
significant, because it shows how the folk high school model can
be successfully adapted to suit the needs of a completely different
community than the one for which it was originally envisioned.
This is the sort of adaptation for which Enok Mortensen so highly
praises Myles Horton. It stands in contrast to the failures of the
schools established by Scandinavian immigrants, which stubbornly
clung to the past, due to some sort of misguided sense of loyalty. The
adjustments and changes made to the traditional Danish folk high
school do not necessitate a rejection of Grundtvig's ideas; they do not
represent a betrayal or complete departure from the Danish model,
but rather a new application of the core ideas.
There are certain principles from the folk high school present in
Highlander and the Citizenship Schools. Returning to the previous
discussion of Grundtvig's basic educational ideas, these can be
compared to the methods used at Highlander. First, the principle
of "interaction." Horton's programs always emphasized the active
involvement of the students and the central place of discussion and
conversation in the educational setting. As described in a letter written
by Reinhold Niebuhr, at Highlander a group of students "above 18
years of age will live with the teachers on a small farm where all will
work, study and discuss together." (M. Horton 1998, 61) Here, and also
in the Citizenship schools, the focus is on adult education (students
above age 18) just as Grundtvig had advocated, and furthermore
residential, also one of Grundtvig's stipulations. The importance of
discussion is in agreement with Grundtvig's belief in the importance
of the "living word" - at Highlander, as at the Danish folk schools, the
emphasis was never on book learning.
Horton's (and consequently Highlander's) efforts to work toward
equality and civil rights are, in their specific nature, entirely outside
of and unrelated to Grundtvig's ideas. This is in a way a positive
indication of the versatility of the Grundtvigian form. However,
despite differences, it might also be said that these efforts are in
agreement with Grundtvig's suggestion (even if, as Bugge explains,
it was rather vague) that the folk high school ought to "serve the
common good."
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Andreasen suggests that "in [the Highlander Folk School], the
form of the Grundtvigian folk school has been retained, while it has
been emptied of its content."' (Larson 1980, 191) This statement is
misleading. It is, in the first place, dependent on what one considers
to be "content" as opposed to "form" or "structure." It is true that
any nation-specific content has necessarily been removed, but it has
been replaced by a new content that nevertheless follows the spirit
of Grundtvig's teachings. To paraphrase Graham's point discussed
earlier, it is Grundtvig's principle that a school should grow out of the
people it serves. Therefore, the nature of the content is still in keeping
with Grundtvig's ideas, but appropriately altered to its new setting.
The basic guiding principles of the Grundtvigian folk school - more
philosophy than mere structure, and thus part of the "content" - have
been retained.
Furthermore, that a relatively small institution such as Highlander
had such an impact on a historical, nation-wide movement is
something that should not be ignored. The central importance of the
Danish model to the philosophy of the school may be proof of the
potential success or effectiveness of a folk high school in an American
context. The institution should not be written off as irrelevant now
that its major contributions lie in the past. As Horton described it, the
school goes through' movement periods' and 'non movement periods'.
We may now be observing a prolonged 'non movement period', but
that does not mean that the methods of this school or others like it will
not be valuable in the future.
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